Synergy Issue 10 by The Centre for Teaching and Learning
Issue 10, March 1999  
Judyth Sachs
Flexible Learning: learning to be flexible
Simon Barrie
Supporting the University's Assessment Initiatives
John Mack
The Sydney Summer School
David Chapman
Remote Sensing: the View from Space
Tai Peseta
Postgraduate Supervisors as Learners
Sharynne McLeod
Bringing the challenge of life-long learning to our students
Tom Fenton-Kerr
Pedagogical Software Agents
CTL Bookshelf
Synergy - Issue 10 http://sydney.edu.au/education-portfolio/ei/synergy/home.cfm?issue=10
1 of 2 23/6/17, 12:05 pm
Issue 10, March 1999
CTL Bookshelf
The CTL Bookshelf presents a selection of materials on aspects of teaching and learning available in the CTL Resource Room. These include titles on
personal and professional development, as well as quality and evaluation issues. University of Sydney academics are invited to visit the CTL Resource
Room and to consult with our staff on their interests.
Peter Kandlbinder, CTL Bookshelf Editor, email: synergy@itl.usyd.edu.au [mailto:synergy@itl.usyd.edu.au]
ASSESSMENT
Assessing Learning in Universities
Nightingale, P., et al (1996)
Sydney, University of NSW Press.
This book is a collection of case studies on assessment. Supporting each case study is a written discussion of assessment issues prompted by the
practices described. Advice from the research literature is offered to help readers develop their own assessment practices in one of eight ability areas
similar to the University's "Generic Attributes". This provides the structure for the book, where each ability area is the learning outcome the case study
assessed, placing many of the cases in more than one module. The book includes a glossary of commonly used terms and annotated bibliography.
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RESEARCH INTO HIGHER EDUCATION
Markets in Education
Marginson, S. (1997)
St Leonards, NSW: Allan & Unwin.
Simon Marginson discusses the phenomena which has lead to markets developing in Australian education. Not purely a historic work, this book is an
attempt to take the "helicopter view" of the landscape to describe the direction that education may be heading. Marginson combines a framework of
political economy with social theory to work through data drawn from government sources. The chapter on higher education discusses the Dawkins
reforms as a prelude to the current situation of increased marketisation of the tertiary sector. Marginson says there is no going back to a non-market
structure so education markets need to be reconfigured to alter the terms of competition such as competition based on better teaching and learning.
STUDENT LEARNING
Motivating Students
Brown, B., Armstrong, S and Thompson, G. (eds) (1998)
London, UK: Kogan Page
Motivation is linked to success in higher education. In a mass system of education it can not be taken for granted that all students will arrive to study
with equal levels of enthusiasm. This book explore ways of encouraging students to do their best. The book is arranged into four sections: the impact of
teaching on student motivation; motivating diverse students; the impact of university practices on motivation and the impact of assessment on
motivation. It balances theoretical approaches with practical ideas and case studies.
POSTGRADUATE SUPERVISION
Highways to Postgraduate Supervision
Anderson, L. (1997)
Richmond, University of Western Sydney, Hawksbury.
Lee Anderson has compiled a comprehensive series of resources for those who supervise postgraduate students. These resources are organised into four
different highways through which postgraduate study must travel: the supervisor, the institution, the investigation and the student. Along each highway
is a series of checkpoints at which to pause, reflect and ask questions. Developed for UWS, many of the principles apply to supervising postgraduates at
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any tertiary institution.
Synergy - Issue 10 http://sydney.edu.au/education-portfolio/ei/synergy/article.cfm?print=1&articleID=145
3 of 3 23/6/17, 11:56 am
IIssue 10, March 1999
Pedagogical Software Agents
Tom Fenton-Kerr, NeTTL (New Technologies in Teaching and Learning)
magine your favourite tutor was always available to help you learn every time you wandered into the library or opened a textbook. And this tutor could
realise that you were having trouble understanding a complex procedure and could immediately offer remedial help in context, taking you through a
series of learning steps and making sure you understood. What if the same tutor could be dispatched to find additional resources for you while you got
on with the learning task? Pedagogical software agents fill all of these roles to different degrees in an increasingly diverse range of learning software
applications. They are autonomous software entities that are brought into play when a user interacts with a learning package, or when a request for help
has been made.
Agents owe part of their growing popularity to an earlier incarnation - the online help system that replaced hardcopy manuals and uses text to explain
the functionality of a software product. As the software became increasingly feature-rich, help files needed to keep pace with the product's growing
complexity, and that meant offering contextualised help. By borrowing techniques used in artificial intelligence research, notably dedicated expert
systems, some help systems evolved into sophisticated tutors, able to make informed guesses about a user's level of understanding at any stage of the
process and offer appropriate assistance. One example that readers may already be aware of is Microsoft's Office 98 Assistant which uses a Bayesian
network approach to make predictions about what a user is attempting to do, when to offer help, and what level of help to make available.
How does a pedagogical agent simulate the role of an effective tutor?
Obviously, a human tutor needs to know something about the learner's current level of knowledge and understanding in order to offer assistance pitched
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at the correct level. Sophisticated pedagogical agents attempt to do this by keeping track of a user's interactions with a learning package and building up
a user profile or model. By knowing which material a computer user has looked at and correlating the results of tests administered at key points in the
learning process, pedagogical agents can make predictions about a learner's knowledge state and also identify the likely gaps in that knowledge.
Armed with this "understanding" of what the learner currently knows (or doesn't know), an agent can then construct highly contextual assistance which
may take the form of simple encouragement, providing immediate feedback to learner input, re-testing of a learner's procedural understanding, or
re-visiting an earlier prerequisite concept. Agents based on this realist or rationalist epistemology need rather complex rules engines and rely on a
computable knowledge representation to allow them to operate as effective tutors.
Another design philosophy sees pedagogical agents as components of a social constructivist approach to learning. Interaction between agents, learners
and their peers is necessarily social. In the constructivist approach agents hold no intrinsic knowledge about the learning domain itself, but act as
facilitators, rather like ushers at the cinema who can show you to your seat but can't tell you much about the movie apart from when it starts and
finishes. Resources retrieved from the internet by such interactionist agents are presented to the learner as raw materials, ready to be incorporated into a
unique knowledge construct created by the learner.
The value that a user places on feedback or resources provided by an agent is related to the social interaction that takes place at the user interface, which
is largely a question of representation, and the learning context. The agent's representation to a user may take the form of a text-box, an animated
graphic, spoken feedback or any combination of modes. Current research by the author aims at determining the appropriate mode or modes of agent
representation in various learning contexts. Some representations, such as an anthropomorphic agent modelled on a real-life professor, can have a
negative effect on the learning process.
Users can hold unrealistic views of the extent of such an agent's knowledge and its ability to help them learn. When the expectations aren't met, users
can distrust or disregard further advice even if it is pedagogically sound. It seems that perceived agent intelligence determines the value of its advice to
a user more than its actual, quantifiable intelligence.
Knowledge representation is used by realist agents to build an appropriate user model, and to structure resources or feedback provided to the user. In its
simplest form, agents use a single user input to determine whether to reinforce or require re-assessment of a user's last action. But what if the user's
action is deliberately wrong? What if it forms part of a learning strategy to explore all available possibilities before settling on a best response? And
how far should a pedagogical agent allow a learner to proceed down a "wrong" path before stepping in with advice? It is precisely questions such as
these that are driving current research into agent-user interaction.
A prototype program that teaches Australian soil classification (ASCOT) forms part of an experimental approach by the author and others to address
some of the problems that arise when agents are incorporated into a learning scheme. ASCOT uses an animated interface agent to track user input and
offer appropriate resources and advice. Apart from its use as a teaching device for soil science students, ASCOT acts as a test-bed for exploring the
types of interaction issues outlined above. The agent is invoked when a user makes a request for help, and thereafter offers advice based on the user's
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actions. Our main concern at this point is to ensure that the agent's role of providing appropriate scaffolding is being promoted, pointing the user to the
learning resources that will allow a correct solution to the problem posed by the program. Other aspects of agent-user interaction are also under
investigation, such as finding the most appropriate mode of agent representation for a given learning context. ASCOT's agent uses animated gestures
and text-to-speech to communicate with a learner, which seems appropriate for this learning task but may be unsuitable in other contexts.
Pedagogical agent development is a young and evolving area of teaching and learning research, with many discoveries waiting to be made in a future
that's probably closer than we think.
Tom Fenton-Kerr is a research student in NeTTL with a particular interest in the application of agent programs to language learning software.
Synergy - Issue 10 http://sydney.edu.au/education-portfolio/ei/synergy/article.cfm?print=1&articleID=144
3 of 3 23/6/17, 11:55 am
AIssue 10, March 1999
Bringing the challenge of life-long learning to our students
Sharynne McLeod, School of Communication Science and Disorders
s lecturers and clinical educators in the higher education context we accept that our role encompasses the need to be life-long learners. We
acknowledge that in this role we must be willing to explore new ideas and address the most current literature within our teaching and clinical practice.
In a traditional model of pedagogy we are experts who have a comprehensive knowledge base while our students learn from and through us. An
example of this view comes from the clinical education literature. Rassi and McElroy (1992) suggest that a clinical educator should be an expert or
master clinician in order to effectively model, demonstrate and instruct students in the process of clinical practice. They suggest that clinical educators
should be familiar with the latest research and theoretical frameworks so that students are not confused by discrepancies between what they are taught in
lectures and what is practiced in the clinical setting.
However, with the burgeoning knowledge base across all disciplines, is it possible for us to be experts in every area we teach and encounter?
Concurrently, expectations of our graduates have changed. No longer are they told that they have "made it" at the end of their university degree. Instead,
our new graduates are told they are "beginning practitioners" who expected to become "critical consumers of information and life-long learners who
maintain competence in their discipline, expand and test their own knowledge and skills, and contribute to the expansion of knowledge in the field"
(McAllister, 1997, p. 13). The goals of vocationally-based education have changed from focusing on training and instruction to include an emphasis on
the development of generic attributes essential to professional competence, and life-long learning. These goals were presented in the context of medical
education by Engel (1995). He proposed that the first goal was to help students acquire discipline specific knowledge and competencies while the
second goal was to focus on generally applicable competences which included the ability to adapt to change and participate in change, to communicate
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for a range of purposes (e.g., obtain and give information, negotiate, consult and counsel), to collaborate in groups or teams, and to be self-directed
life-long learners who can apply critical reasoning and a scientific approach to decision making in unfamiliar situations.
The ability to be a life-long learner is a valued attribute in our students. Candy (1994) discussed the development of life-long learning through
undergraduate education. He profiled the attributes of life-long learning in five key areas:
(1) An inquiring mind which encompasses a love of learning, a sense of curiosity, an ability to ask questions, a critical spirit, self-evaluation.
(2) Helicopter vision which encompasses a sense of the interrelationship between knowledge bases, an awareness of how knowledge is created, and an
understanding of methodological limitations.
(3) Information literacy which is exemplified by developing a knowledge of current resources; framing researchable questions; locating, evaluating,
managing and using information in a range of contexts; retrieving information using a variety of media; decoding information in a variety of written and
graphical forms; and critically evaluating information.
(4) A sense of personal agency which encompasses the development of a concept of oneself as capable and autonomous and the development of
self-organisation skills.
(5) A repertoire of learning skills which encompasses knowledge of one's own strengths, weaknesses and preferred learning style; development of a
range of strategies for learning in whatever context one finds oneself and an understanding of the differences between surface and deep learning.
In response to the need for our students to become life-long learners we need to model how to be life-long learners. Problem-based teaching and
learning is one paradigm which allows such modelling to occur. By framing the role of lecturer or clinical educator as a life-long learner, it legitimises
the value of searching for solutions together with students. One way we can model how to be life-long learners is by being open to learning from our
students. To enhance learning in our own classes our students can be asked to present alternative information that they may have learnt in other units of
study and during self-study. Learning from our students encourages development of the notion of interdependence on one another and validates the
knowledge that students bring to the learning situation. Learning from each other is after all, one of the key principles of adult learning.
Modelling life-long learning may necessitate a shift in us as lecturers from the role of expert to the role of co-learner. In doing so, both we and our
students can journey together in our learning. We all will benefit from the process. Our students' future employers will value the attribute of life-long
learning and the changing nature of professional practice demands it.
Acknowledgments
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Portions of this paper were adapted from McAllister, L., Lincoln, M., McLeod, S. & Maloney D. (Eds.) Facilitating learning in clinical settings.
Cheltenham: Stanley Thornes.
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Postgraduate Supervisors as Learners
Tai Peseta, Centre for Teaching and Learning
he notion that flexible learning, can better accommodate a wider range of students, learning needs, now seems commonplace. The higher education
sector has witnessed a proliferation in the number of university courses, at both the undergraduate and postgraduate level, move to an on-line format.
Similar kinds of principles should apply to any program of academic staff development. Within a community that values learning and scholarly practice,
flexibility (in both learning and delivery) in the staff development process, is fundamental when looking at the increasing demands placed on the
academic role. This is the challenge set out by the revised format of the Centre for Teaching and Learning,s (CTL) 1998 Postgraduate Supervisors,
Development Program.
Clearly, postgraduate supervision can be characterised as a disparate practice within contested space. The constitution of good practice is by no means
agreed upon. Factors such as discipline area and conceptions of research can all affect the way supervision is carried out. While regulations governing
postgraduate candidature and supervision at the institutional level are outlined in the University,s Code of Practice, the successful completion of the
thesis relies heavily on the intricate relationship between the student and supervisor. This is a relationship that in Connell,s (1985: 38) view, " has to be
seen as a form of teaching. Like other forms, it raises questions about curriculum, methods, teacher/student interaction, and educational environment.
For those academics new to the process of supervision, this is much to consider.
Reflections in 1998
The CTL, in collaboration with the Graduate Studies Committee, have put these issues directly on the agenda of supervisors, departments and faculties
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through the Postgraduate Supervisors, Development Program in 1998. The program is part of a long-term University strategy that asks supervisors to
make pedagogy central to supervisory practice. Consistent with the CTL,s philosophy of critical and reflective practice, supervision pedagogy has been
the centrepiece of the program,s history. With the incorporation of flexible delivery principles in the program, supervisors must not only concern
themselves with the nature of supervision, but the process of learning. The program is an exemplar of flexibility because it presents learning in a mode
that allows supervisors to access both knowledge and process in a way that is able to defy time, space and location. Learning for supervisors then,
becomes fluid and discursive rather than linear. Web-based resources are ideally placed to enhance this process because supervisors must make choices
about their progression in the program. Some of these include:
What issues are important in the supervisory relationship?
How will I learn about them?
How will I apply strategies to my personal context?
What evidence will I produce to show that I have learned?
How will I act on my reflections about my learning in the program?
A flexible approach to learning in this context, requires supervisors to identify their individual learning goals and make explicit any strategies that can
facilitate their learning. This seemed quite a new exploration for many supervisors participating in the program. Some areas of common interest
included assisting students to conceptualise research questions, research methodology, facilitating critical and analytical writing and supervisors
themselves becoming more reflective. One supervisor comments:
I am undertaking an increasing amount of supervision and although I reflect on the process constantly, I am probably doing this more through the
combination of gut reaction and following my own experience of being supervised. I could be drawing [on] a wider range of factors.
Supervisors, learning strategies embodied case studies, establishing collegial and mentoring relationships within departments and providing on-line
information. The incorporation of web-based resources allows this to occur through multiple entry points, as supervisors can negotiate their level of
involvement in the program based on their individual academic responsibilities. Six self-study web-based learning modules provide participants with
supervision issues to consider. Each module contains a number of activities that assist the supervisor to think about the relationship with their students,
together with any institutional obligations.
Preparing for Supervision
Meeting the Student
Managing the Project
End of Year Review
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Writing
Completing the Thesis
A browsing section provides supervisors with access to resource materials such as books, articles, case studies and hyperlinks to any other useful web
sites. An asynchronous discussion forum and a chat space allow supervisors to discuss the self-study learning modules.
Rather than the thirteen workshops offered in 1997, two generalist workshops were held in July and October of 1998 to facilitate the face-to-face
interaction that supervisors had acknowledged as important to their professional development. Attended predominantly by academics new to
supervision, the workshop program complements the function of web-based resources. Supervisors who preferred to engage directly with colleagues
outside the framework of on-line technologies or just needed to put a face to a name, could attend one of the workshops. These generalist workshops
addressed the following themes: university regulations; styles of supervision; case histories of supervision; giving feedback; managing diversity (with a
panel of research students), project management and library skills. Both workshops encouraged supervisors to develop a skills-based approach to their
practice, where supervisors could develop a number of strategies and then evaluate their efficacy.
Feedback and evaluation, based on supervisors, learning experiences with the program indicated that employing web-based resources within a flexible
delivery framework allowed "thinking about the principles of postgraduate supervision outside the workshop format. After all if we change flexible
learning and delivery for our students it should also be central to any academic staff development.
Johnston's (1995:16) recognition that " the time allocated for bringing supervisors together is [often] short and the site is usually remote from that in
which the actual supervision takes place, has certainly informed the redesign of the program. As part of a long-term approach to quality supervision, the
CTL with support from the Graduate Studies Committee will continue to pursue postgraduate supervision and pedagogy as a dynamic practice.
All web-based resources are available at http://www.itl.usyd.edu.au/postgrad [http://sydney.edu.au/education-portfolio/ei/postgrad]
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Remote Sensing: the View from Space
David Chapman, Department of Geography
ensu stricto, the term "remote sensing refers to the collection of information from an entity at some distance and without direct contact. However, as
generally understood in scientific circles, "remote sensing refers collectively to the activities of collecting, analysing, and interpreting information
about the earth gained from satellite mounted sensors operating in the visible, infra-red, or radar regions of the electromagnetic spectrum.
Instruction on the interpretation of such images at a basic, largely qualitative, level is given in most, if not all, schools of geoscience, including that at
the University of Sydney. For the student, there is a great danger that he or she will be overcome, or at least daunted, by the technical processes, and fail
to comprehend adequately the analytical and interpretive concepts which are the higher level educational aims of understanding remote sensing. It was
therefore my aim to design a set of laboratory exercises, with clearly defined learning outcomes, which:
encouraged students to master the technical material, without being daunted by it or perceiving it to be the goal of the learning process,
contributed to the development of competence in the analysis and interpretation of satellite imagery, to the level at which students could begin to
contribute to professional environmental investigations using satellite imagery,
provided an enjoyable learning experience in an area of science that is potentially exciting.
The exercises were to be accompanied by class notes and lectures addressed to the technical background knowledge and conceptual bases of remote
sensing. In the interest of maintaining student interest, material was not presented in the traditional textbook format, which starts at the simple concepts
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or techniques and moves on to the more complex. Rather, the emphasis was on encouraging students, at the start of the first exercise, to derive analytical
outputs of high information content, which could clearly be seen to be relevant to environmental investigations. Only after the introduction to the power
(and wonder!) of the subject were the necessary technical minutiae concerned with enhancing aspects of the information of images, selective filtering,
and so on, addressed.
The images used for the basic work in the exercises were deliberately chosen to provide as wide a spectrum of environments as possible, within a region
that most students would find familiar " the Narrabeen catchment in the Sydney region. Many of the students could be expected to have carried out
fieldwork in the area as a part of previous coursework within the Division of Geography, or even during their high school experience, as the area is
frequently used for environmental studies. In addition, a wide variety of supplementary material in the form of aerial photographs, ground photographs,
and various maps, was made available to facilitate the transition from the "known to the "unknown. Students were subsequently encouraged to
undertake projects based on other images from the Sydney region (and to visit the site(s) concerned in order to check on their conclusions). On the other
hand, a selection of images from sites far from Sydney was available, and students were encouraged to investigate these, also: if they wished to
undertake project work on them, the instructor was ready to offer advice on interpretation.
As indicated above, one of the potential pitfalls that I foresaw was that students would be overwhelmed, by the technical processes, and fail to come to
grips with the analytical and interpretive aspects of the exercises. I decided that a clear thematic separation of the material in each exercise was
necessary in order to circumvent the problem, and organised the material in each exercise into categories as follows:
The aims of each part of the exercise, couched in terms of scientific outcomes, not technical procedures.
Essential knowledge and concepts.
Instructions on the manipulation of the remote sensing software.
Actions the student must take in order to understand the outcome of each part of the exercise.
Each type of material was identified by a characteristic marginal icon: these served both to distinguish the nature of the material, and to facilitate
reference at any later stage. The consultative process of development I used revealed that students required quite detailed technical instructions, but the
consensus of student feedback was that the exercises were nonetheless easy to follow, and the scientific objectives clear throughout.
The instructions presented in the exercises are quite detailed: from first draft to final product, the level of specific detail in the instructions increased
significantly. Although adding to the bulk of printed material, I am convinced that the fine level of detail is appropriate, if only for the following
reasons:
The less-computer-literate students were made to feel confident with detailed instructions, whilst on the other hand, the system of coding material with
icons enabled the more computer-literate participants to quickly skim the more procedural material.
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The fine level of detail facilitates use of the exercise notes as reference material, either for use in student projects, or subsequent professional use.
The detailed instructions enabled the exercises to be administered in class in a self-paced manner, allowing the instructor,s time to be employed for
discussion of content, rather than procedure.
Finally, in this author,s observation, there are many students (and not necessarily the less able ones) who suffer a fairly high level of anxiety when
confronted with complex technical procedures. To have a set of fairly detailed instructions to follow, and then to find that the technology behaves as
predicted, can be very reassuring!
As originally conceived, the set of exercises was to comprise four units for instruction in the use of remote sensing for the identification, analysis, and
classification of earth-surface features and patterns, for the derivation of environmental indices, and for monitoring environmental change. As the
process of construction and consultation proceeded, however, I perceived that there were significant advantages to be had in a flexible format utilising a
"core of essential material, with optional, more advanced material available to the keener or more able students. The final set of exercises therefore
numbers five (not four as originally proposed), and all contain advanced modules. The modular presentation was very successful; students were guided
into undertaking material which challenged their ability without overwhelming them, and, for the keener and more able students, I set up additional,
optional, laboratory sessions in order that they could be supervised in the completion of the entire content of the exercise set.
The exercises as presented here delivered a productive and enjoyable learning experience for the participants, as evidence by both personal feedback to
the author, and by the high quality of student projects which were completed as outcomes of the remote sensing part of the course.
Dr David Chapman recently completed a Teaching Development Grant to develop excercises in remote sensing in the Centre for Teaching and
Learning.
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The Sydney Summer School
John Mack, Academic Director of the Summer School
n 1997, the University approved the introduction of a two-year pilot summer school program to run over January and February in each of 1998 and
1999. The principal objectives of the pilot were to explore the feasibility of running a high quality academic program in intensive mode in the summer;
to gauge the level of demand for the offering of normal undergraduate and postgraduate units of study to our own students and to students at other
universities on a full-fee basis in this way; and to explore the level of support for such a venture among faculties, departments and staff within the
University.
Organisation for the first Summer School began in September 1997 and, thanks to willing help from many academic and general staff and offerings
from Arts, Economics and Science, the School started on 4 January 1998 with 500 enrolments across 25 units of study from 400 students, 10% of whom
came from other institutions.
With more time, the experience of the 1998 operation, and some additional staff all assisting, planning for the 1999 Summer School was better able to
be effected, resulting in our Brochure, offering nearly 100 units across seven faculties, being released by October. 1998 enrolments opened in
mid-October and some 300 are expected by the end of November. Bearing in mind the fact that Semester 2 results are released in middle to late
December, and that some 90% of our 1998 enrolments came in after these results were available to students, we expect 1999 numbers to be well above
the 1998 figure.
While some monitoring of organisational, staffing and financial aspects of the 1998 operation helped identify some issues to be addressed, the principal
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evaluation focus for the 1998 Summer School was the teaching and learning aspect. Jackie Lublin, former CTL Director, was commissioned as an
external evaluator to conduct surveys of staff and students in accord with an agreed plan and to report on her findings. Her report was considered by the
Summer School Board and then reported through it to the Academic Board for dissemination. In summary form, here are some of its major findings:
The major questions for evaluation of the Summer School were:
A. Was student learning and achievement in the Summer School at least as satisfactory as or equivalent to that displayed by students in a normal
semester?
B. Was the Summer School a positive or negative experience for staff and student?
Student Motivation
Staff were asked (77% response) about their perception of student motivation in the Summer School. Responses from 70% were that student motivation
seemed to be higher than in a normal semester.
Quality of Student Learning
Staff were asked how their perceptions of the depth, rigour and quality of students' learning in the Summer School, as seen in their assessment products,
compared with that in a normal semester. Staff thought that:
it was better (43%)
about the same (43%)
less (13%)
Student Employment
Because of staff concern about the issues of workload, attendance and available time for study, students were asked if they were holding a job at the
same time as they were attending the Summer School. While 50% of respondents said they did not have a job during the Summer School, most of the
rest had a job of some sort, with 7% (17 students) reporting a full time paid job.
Repeating a Unit of Study
59% of all respondents said they were repeating a course in which they had previously failed. Students repeating a course reported generally that their
experience of redoing it in the Summer School was very positive: it was clearer, more intense, easier, the teaching was better, classes smaller, it was
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more pleasant, and there was more interaction with teachers.
Teaching Methodology
Staff were asked what teaching methods they used in the Summer School. 57% explicitly referred to increased interaction and student participation
through the use of group discussions, and less formal lecturing, with more use of questions and discussion.
Teaching Enjoyment
All staff respondents enjoyed the Summer School experience:
yes, very much (48%)
yes (52%)
Student Enjoyment
The student questionnaire was administered in the last teaching week of the Summer School, in order to canvass student opinion of the whole
experience. The number of responses to the questionnaire was 229 which represented 61% of all students enrolled.
Students were asked their opinion of the teaching in the Summer School. Responses were overwhelmingly favourable, with 89% saying it was
good/very good in equal proportions. Students reported repeatedly that the reason for this was the small class numbers, and staff in turn seem to have
adapted their teaching styles to capitalise on this benefit.
Students' Perception of Quality of Learning
The question was asked of students: "Do you consider that you have learned the material as effectively as if you had learned it over a conventional
semester's length?" Responses reinforce the strong impression that the Summer School experience was a very positive one, as 60% of respondents said
that they had learned the material more effectively than in a normal semester, and a further 17% made positive comments, for example that there was
less pressure and that they received personal attention.
In spite of the halving of a normal semester's time, student comments about their workload and the amount of time available for study were surprisingly
positive, as 81% were well-to-reasonably satisfied that they did enough work.
Small Groups
The overwhelming and strongest impression from all the evaluative data is the extent to which both students and staff appreciated teaching and learning
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in small groups. There were continual comments from students that the small numbers meant that individual attention was possible, and both staff and
students commented repeatedly that this led to interaction, improved motivation, increased focus, and better learning - and that this was enjoyable for
both parties.
The above comments may be briefly expressed thus:
"The majority of staff and students found it a worthwhile and sometimes pleasurable experience even if it was hard work. All staff respondents said they
enjoyed it, and 81% of student respondents said they found it worthwhile and would recommend it."
There will be a similar evaluation of the 1999 Summer School, designed to test some of the above findings and explore some aspects more thoroughly.
This will form part of the comprehensive review of the whole pilot program to be conducted in 1999.
As Academic Director, Professor John Mack has been involved in the planning and organisation of the University's Summer School since its
beginning in 1997.
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TIssue 10, March 1999
Supporting the University's Assessment Initiatives
Simon Barrie, Centre for Teaching and Learning
he Academic Board policy document "The University of Sydney Principles of Assessment marks the first stage in a comprehensive review of 40
years of assessment policy currently on the books of this University. The document sets out the principles and philosophies of assessment which
Academic Board envisages will inform assessment policy and practice throughout this institution. At the heart of the Assessment Principles is a
commitment to student learning. The next stage of the review process to be undertaken through the University,s Teaching and Learning Committee will
be the revision of actual assessment policies and guidelines to clarify these and bring them into line with the Principles of Assessment. The time frame
for implementation specified by Academic Board indicates that the Assessment Principles will be phased in over a period of two years and that
Faculties will advise the June 1999 meeting of the Board on progress in relation to implementation of the principles. It is intended that assessment
practices which are consistent with the new Principles of Assessment should be ready for full implementation by the beginning of 2001.
How will staff and departments be supported in changing their assessment practices?
The Centre for Teaching and Learning (CTL) is actively supporting the staff of the University in preparing for the implementation of the University,s
new assessment policies and principles. The CTL has already run workshops on the Assessment Principles for several Faculties and departments and
participated in a range of fora on the topic. A general introductory workshop offered as part of the CTL November workshop program was heavily
over-subscribed and a repeat session was held for those staff unable to be accommodated. Another introductory workshop was recently held as part of
the February program of CTL workshops. Several other Faculties have already requested workshops on the topic for their staff in 1999.
These introductory workshops form part of a two-year staff development strategy to support the University,s initiatives in the area of assessment. With
the co-operation of Faculty Teaching Committees and drawing on the staff who have participated in the introductory workshops, it is hoped to identify a
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core group of representatives from each Faculty who will play a key role in supporting faculty based development activities. This group will meet
regularly and be able to access appropriate support and resources from the CTL.
As a follow-up to the introductory workshops, a series of workshops on key assessment topics are planned for 1999. These topics will include Self and
Peer Assessment, Information Technology and Assessment, Marks and Grades, Maintaining Standards, Assessment and Diversity. Additional topics
will be offered in response to the needs identified through consultation with the Faculty representatives and the Teaching and Learning Committee. As
with any other topic, workshops on assessment can be arranged on request as part of the CTL,s usual program of customised Faculty and Department
workshop program.
In addition to the workshop program, a web-based facility will be available to provide staff with independent learning opportunities, access to examples
of IT-based assessment strategies and resources, and an electronic discussion forum. In collaboration with the Faculty representatives, the staff of the
CTL will of course continue to be available for individual consultation on teaching projects in the area of assessment.
The new Academic Board policy "The Univesity of Sydney Principles of Assessment" can be found at: http://db.usyd.edu.au/policy/policy_index.stm
[http://db.usyd.edu.au/policy/policy_index.stm]
Simon Barrie is a Lecturer in the Centre for Teaching and Learning.
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IIssue 10, March 1999
Flexible Learning: learning to be flexible
Judyth Sachs, School of Professional Studies
was recently reading a paper by two Australian colleagues Erica McWilliam and Peter Taylor (1998) in the American journal Educational Researcher.
Here McWilliam and Taylor provide a critique of the increasingly technologized teaching and learning environment in higher education and argue that
fresh pedagogical understandings are needed to inform instructional design. This paper led me to reflect on my own attempts at initiating flexible
delivery and flexible learning and the current work being undertaken through the establishment of a Working Party of Academic Board to investigate
flexible learning.
The Working Party has defined flexible learning as "a student-centred approach to education which offers the student increased choice in what to learn,
how it is learned and assessed, and when and where learning happens". Important aspects of flexible learning include flexibility:
in delivery and participation;
in setting educational goals;
between different styles of learning;
in the structure of courses;
in student choice of units of study; and
in methods of assessment.
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The Working Party proposed that flexible learning refers to both an educational philosophy and a set of techniques for flexible delivery. The issues of
student centredness and access to education are key elements of flexible delivery. Here flexible delivery includes flexible entry and exit to courses,
learner control over content, time, place and method of learning as well as the use of a number of teaching methods and strategies.
This does not signal the end of traditional face-to-face teaching on the campus. It does signal, however, that effective university-level learning can and
does take place in many formats and locations. In the report of the Working Party it was stressed that flexible learning cannot take place in an inflexible
university.
During times of reducing resources some might see flexible learning and flexible delivery as expedient cost cutting strategies. University teachers and
administrators must not lose sight of the fact that learning stands at the core of university life and that this learning takes place in a variety of contexts,
using various strategies and pedagogical practices. Importantly, it is a social practice and requires interaction between people. Flexible learning has the
potential to be responsive to the multifarious needs of students and academics alike, however learning and the outcomes of that learning are of singular
importance. Flexible learning and learning to be flexible are complementary ideals for institutions and individuals alike.
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